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FOREWORD

Teachers, supervisors, and administrators are often faced with the task
of selecting and administering tests and interpreting their results. That
tests do perform a useful function is indicated by their widespread use.
Nevertheless, the user is faced with a number of frustrations in selecting
and interpreting tests relating most often to his relative lack of background
in tests and measurement. Evaluation is the key to the practical value of
this publication. The authors present more than a simple review of tests
add their manuals. They react critically to what is presented and to what 'is
omitted. They point out the limitations of specific tests as well as the
strengths. The person who has serenely accepted tests and their manuals at
face value will be surprised and at times perhaps even shocked by what he
reads. The objective of providing a useful aid for the reading teacher has
been well met with this publication.

The International Reading Association is also publishing an extensive
evaluation and review of the research on tests and measurement in reading
which will appear in the ERIC/CRIER Reading Review Series. This volume
is also authored by Roger Farr. Two (Ater titles in IRA's Reading Aids
Series relate to evaluation in reading and may be of interest to the readers
of this bulletin: Informal Reading Inventories, by Maijorie Johnson and
Roy Kress, and Evaluating Reading and Study Skills in the Secondary
Classroom, by Huth Vim

Leo Fay, ?resident
International Reading Association

1968-1969
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Chapter 1

CRITERIA FOR REVIEWING TESTS

Why Such A Book As This One?

THIS book is intended primarily for classroom teachers and other per-
sonnel who work directly with teachers in selecting reading readiness or
achievement tests. One miy ask, does one really need a guide to select a
test? All readers have probably had a course in tests and measurements and
know the general rules for selecting an achievement test. However, many
had the course before actually teaching so that theory was too removed
from practice and therefore, was not so useful as it could have been. But,
more importantly, test development has made rapid advancement in
theory and practice in recent years.

Selecting a reading readiness or achievement test is continually
becoming a more complex task with these advancements. Test manu-
facturing has become a large scale enterprise with attractive and highly
promoted reading achievement, assessment, and diagnostic devices. Some
of these instruments are based on new research evidence on how children
learn to read. Other tests are designed specifically to measure experimental
programs, rather than the more traditional approaches.

The computer has also made an impact on test construction. Rapid
analyses of the statistical characteristics of a test are now possible. In the
past it would have taken months or years to analyze the results of each
item on a test given to a large sample of children. Using rapid analysis
techniques, the computer has enabled test manufacturers to revise their
tests more frequently, and the revision of old tests is based on more
accurate and complete information about the effectiveness of each test
question.

Old tests, however, remain in the schools long after the curriculum has
changed. These tests are outdated and no longer serve the purpose for
which they were originally designed. Yet, on the other hand, some of the
older tests still are the "best" that are currently available. How does a
teacher choose among them? Selecting a test takes time and careful evalua-
tion, more time than the classroom teacher has to give fi.mn his other
instructional duties. This book is designed to review the major issues that
should be considered before a test is chosen as the one to be used in a
classroom.



'Pic authors have reviewed several or the most commonly used reading
readiness and achievement tests currently available and have evaluated
these instruments from both their content and statistic:1i characteristics.
An analysis of the research reports from the ERIC Clearinghouse on Re-
,trieval of Information and .Evaluation on Reading was used in an at tempt
to determine which reading tests were being used must often.

These test reviews will hopefully serve as a guide for evaluation in
selecting the appropriate test for use in a specific classroom. This guide
should reduce the lime normally spent in evaluating a reading readiness or
achievement test. The issues considered by the reviewers in evaluating the
tests are die content measured by the test, its statistical properties, its
scorability, the meaning of the suhtest and total lest scores, and whether
the test measures adequately what it purports to measure. Although the
results are summarized, it may be useful to review the purposes and uses of
achievement tests.

Why Use a Commercially Prepared
Reading Achievement Test?

Prediction and Assessment

One's observation of a child's daily performance is the main source for
determining how well a child is doing. However, one will also want to
make periodic controlled assessment of each child's current reading ability
in order to place him at his appropriate instructional level. Teachers arc
aware that a child makes the most rapid progress when instruction is near
his current level of mastery. Thus, tests help teachers make initial, rough
assessments so that instruction can begin with a better probability of
success.

Teacher-made tests are uric of the main sources of gathering data about
children in a classroom. These results help one to predict future achieve-
ment, assess how well children have accomplished the goals, provide feed-
back to the child, as well as reinforce the student for what he has
accomplished. However useful these results may be, teachers, parents, and
administrators are prone to want some outside assessment of !row well the
students arc doing when compared with a large sample of children of the
same age and grade. Teachers have available a limited number of children
in a class to compare how well that class or an individual student is
progressing. Thus, commercially prepared tests are used to provide wider
prediction and assessment of the pupils in a class.

There are other uses of tests besides those listed previously. A school
district may wish to look at the general achievement level of its students.
This district assessment may help the administration make suggestions for
program improvement, purchasing additional instructional aids and equip-
ment, or providing additional personnel. In addition, tests are used for
research purposes to evaluate the effectiveness of a new program or to
compare two modes of instruction. Any of the criteria to be described are
relevant for these uses of tests as well.
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Factors to be Considered in Choosing a Test

Norms

A commercially prepared test usually offers the advantage of haviirg
been administered to a large number of children front a wide variety of
rural and urban centers. Usually these tests have been administered to
children of various social, racial, and ability levels. Thus, the test will have
been "nortned" on a population of children from more than just one class.
school district, or state. A description of the norming population is critical
for an interpretation of test scores. If one has a bright, urban class and the
test has been normed with average, intercity children, the scores cane's
children obtain may indicate higher grade scores for that class than is a
realistic assessment. If the reverse is true, that the test originally has been
given to a large population of bright youngsters, the scores may be lower
than is a realistic appraisal of one's students' current status.

Standardization

Adequacy of prediction and assessment are pertinent considerations for
selecting a test. Often this category is called standardization, a term which
is not art accurate description of one very important aspect of the test that
one is concerned with,

Clear standardized directions on how the test is to be administered
are desirable. A set of directions that is concise and uniform will ensure
that the results are not depressed or inflated because the directions left
the procedure unclear. The students' scores will not be so useful if the
test is given in different way from the way it was given to the
forming population.

Objectivity
A commercially prepared test also is intended to be objective: Le., the

score achieved should not be biased in sonic way by the tester or observer
of the, child's demonstration of what he knows. Encouragement, as
everyone knows, can guiue a pupil to a right answer, This is an excellent
instructional technique as guided discovery experiments have demon-
strated. However, at times one will want to know not how much a pupil
can learn but how much he has learned and where he is now. An objective
measure should enable one to determine this. As one shD see, tests vary in
their objectivity.

Ease of Administration and Storability

Given enough time and personnel, a teacher might collect very exten-
Sive data about a child. This undertaking is not possible in most instances.
Teachers want a test that makes reasonable demands in terms of the
amount of time needed to administer the test so that children are not
fatigued and also so the classroom instructional program may continue, In
addition, tests that are difficult and tedious to score are sources of error
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and use far more teacher time than is desirable. Most achievement tests arc
designed to nummize the scoring time required of teachers.

Validity
The test selected should measure the content one is teaching, A reading

readiness test should predict success in initial readingnot in group co-
operative play, although the two behaviors may be related. In addition, the
test should predict success in the classroom, whether one uses a look-say
approach or a more linguistically oriented program.

A reading achievement test should sample the decoding, voubulary,
and comprehension skills taught. The titles of the tests should be an
accurate description of the skills being tested. Proof should be gwen that
the skills of the test were measured with the norming population.

The test should provide evidence that the skills measured are either a
measure of current status or are of predictive value, One should know
which tests can be used to predict success or failure in subsequent instruc-
tion. Not all tests provide this kind of evidence.

Three kinds of "validity" are important to consider. One is content
validity, which assesses whether the test measures the content one is teach-
ing. Second is concurrent validity which compares the test behavior to
current performance. The third is predictive validity, which tells whether
the score the child receives can be used to predict how well he will do in
the future. A fourth, more difficult kind of validity, isconstruct validity,
which refers to the psychological processes represented by the behaviors
exhibited by the child during the test. For example, some reading tests
claim that the comprehension skills measured on the test evaluate the
child's ability to make inferences. Evidence shouk1 be offered by the test
manufacturer that the questions on the test do measure this trait.

Reliability

When choosing a test one will want it to be a reliable measure of how
much a child knows or how well he is able to apply his skills. The test
results should not be a chance score with a child obtaining a high score by
luck, guessing, or other factors. The test should not be constructed so that
it gives the advantage to children who know only one thing well. The test
should be constructed so that one has confidence that the score the child
receives today will be similar to the score he would receive if the test were
to be readministered to the same child tomorrow.

The Test Manual

It is the professional responsibility of the test maker to provide suffi-
cient and appropriate evidence for the user to judge whether a test fits his
purposes. Description of administration, forming, scoring, reliability, and
validity should be provided in the user's manual, The authors have used
the test manuals to evaluate the evidence provided and to assess in what
ways the test can be recommended for use



How Can One Use Test Results?

Most achievement tests are group tests and pri 'de a rough assessment
of how a child compares with the norming sample. Such tests are not
meant to be diagnostic, nor are they meant to give an accurate assessment
of functional reading levels. They are a rough and ready means of grouping
children for reading instruction. The grade placement score has little
instructional value, The percentile score is more useful but again requires
careful interpretation. If a test is used over a period of time, class norms
may be built for a particular school district.

One of the greater misuses of the group standardized reading tests is the
use of grade level norms as an indication of the level at which a student
ought to be given reading instruction. Because of the nature of standard-
izcd tests, they arc not appropriate for determining the reading level at
which the youngster can profitably receive instruction. Standardized read-
ing tests are developed from a group of items which are administered to a
particular norming group; the grade norm is based on the average number
of items that students get correct at a particular grade level. For example a

score of 6.0 would only indicate that a yotw,,,ter who is just beginning
sixth grade had 100 items correct. This score does not mean that the
student who had 100 items correct can necessarily read 6.0 grade level
material. The slandai dized tests were not meant to be criterion tests!!

What we are suggesting is a procedure that might be used to determine
the level at which a youngster may be given instruction on the basis of his
standardized reading test score. Betts, in his 1942 book Foundations of
Reading Instruction, suggested three functional reading levels. These
functional reading levels are based on work that he and Patrick Killgallon
had done. Credit also is given to Thcrndike for the idea.

The three functional reading levels are as follows: 1) The independent
reading level, the level at which a youngster should be doing his leisure-
time reading: 2) instructional roLb,ig level, the level at which the
youngster should be given reading instruction and should be learning in the
content areas; 3) the frustration level, the reading level which is too
difficult for the youngster and which will probably lead to negative condi-
tioning to reading.

The Independent level is identified by 99 percent or better word call,
90 percent or better comprehension, and freedom from behavioral
symptoms of tension and anxiety. The instructional level is identified by
95 percent or better correct word call, 75 percent or better comprehen-
sion, and only slight signs of anxiety. The frustration level implies 90
percent or less correct word call, less than 75 percent comprehension, and
symptoms of nervousness, anxiety, and frustration.

A grade level score from a standardized reading test more often than
not places a youngster at his frustration reading level. This relationship, of
course, is dependent on the particular standardized test that is used and
the particular material which is used for the informal reading inventory.
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A procedure which might be used by classroom eachers to determine
the Inuctional rcaclin levels (i.e., independent, instructional, and frustra-
i ion, that correspond to various scores on the standardi,ed Jests would
work something like this:

The teacher would administer the usual standardized test to his class.
He would then administer an informal reading, inventory (11 1) to some of
his students: the informal reading inventory should preferably be based on
he basal reader which he was using for instruction. Youngsters to be

tested with the IRI would be selected from several points along the range
of scores students achieved on the standardized tests, Students should be
selected for testing at least from the bottom, middle, and top of the range
of scores. Additional points on the range could be sampled if time allowed.
The teacher would then determine the relationship between various rate
scores on the standardized reading tests and the Junctional reading levels
on the informal reading inventory. After he has gathered data of this sort
for several classes, he would not find it necessary to readminister the
informal reading inventory but could use the past performance of students
to determine the levels at which they ought to be given instruction.

These procedures would result in the teacher's ability to determine a
student's functional reading level that would correspond to a particular
raw score on a particular standardized reading test. For example, a student
who scores 121 raw score points on a standardized reading test might have
a fourth grade independent reading level, a fifth grade instructional reading
level, and a sixth grade frustration level. Such knowledge would allow the
teacher to utilize the standardized test scores to place each student at the
instructional reading level where he would have the greatest opportunity
to succeed.

Plan of this Reading Aid

Each test included in this review was assessed using the following
outline:

I. Test overview
A. Title
B. Author(s)
C. Publisher
D. Date of publicationoriginal, revised

1. Manual
2. Test

E. Level and Forms
I, Grade level
2. Individual or gaup
3. Number of forms available

F. Administration Time
G. Scoringhand or machine scorable
H. Cost

1. Question booklets-- consumable or not



It Cost (cont.)
2. Answer sheets
3. Manual

II. Evaluation of Subtests and Items
A. Description of subtests

1. Given meaningful name describe test adequately
2. Is each subtest long enough to provide usable results?
3. Sequential development of each subtest logical, and transi-

tions smooth?
B. Author's purpose reflected in selection of items
C. Scoring ease and usability of tables
D. Directionsclarity and level of language appropriate to grade level
E. Designforinat, currentness, printing, legibility, pictures
F. Readability

Ill. Evaluation of Reliability and Validity
A. Norming population

1. Size
2. Age, grade, sex
3. Range of ability
4. Socioeconomic level
5. Date of administration

B. Validity
I. Content validity

a. Face validity
b. Logical or-sampling validity
Empirical validity

a. Concurrent
b. Predictive
Construct validity
a. Construct and theory of which construct is a part y

defined
b. Discriminant or convergent validity evidence
c. Significant difference found in performance b

groups which have varying degrees of this trait?
4. Does reported validity appear adequate in relation to

author's stated purpose? Why or why not?

Following this review, tables (refer to Appendix) were constructed to
summarize the characteristics of the test for a quicksand -ready reference
for use.

Each test is described, and the strengths and weaknesses are delineated
so that one may evaluate the test one's self. Each review was sent to the
publisher for his reactions. In some cases, additional information was give.]
the authors and this matter was included in the review. if the necessary
data were not located in the manual but found elsewhere, the appropriate
sources have been indicated. If the authors did not agree with the
publishers' criticisms, this fact has been indicated so that potential test
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users can come to their own conclusions. It should be the teacher who
makes the final decision on the use of a test based on his program; the
authors can only guide and suggest the criteria by which that decision
might be made.

What is the Responsibility of Test Publishers?
A test should be placed in the same category as a critical drug: A test

should be used only after a careful study of its effects has been made.
Evidence should be provided that the test (or drug) will do what it
purports to do. Too many critical decisions are made about a child based
on his test scores to use any test that is not a reliable and valid assessment
of the child's ability to do the task described by the test. A teacher should
insist that the test manufacturers provide him with the same reputable
product that he would demand of a drug manufacturer who offers a new
cure. It is better to use no test than to use an unreliable or invalid one.
One finds that a number of tests are released before adequate data are
available.

Many tests have not been studied sufficiently before they are put on
the market for sale. One hopes the reader will note these deficiencies and
realize how serious the action is to make an instructional, promotional, of
evaluational decision about a child when it is not based on all accurate,
stable, or predictive measure of his achievement.



Chapter 2

SELECTING READING READINESS TESTS

READING readiness tests re administered in a majority of the elemen-
tary schools in the United States. The popularity of the tests alone
suggests that they are 'useful to teachers in making decisions about
children. What does the teacher who administers these tests hope to learn
about the students? First, he would like to know if the score on the test is
a valid predictor of whether a particular student is ready to begin formal
reading instruction. In addition, the subtest scores on the readiness test arc
said to assist in diagnosing the readiness skills in which each student is
weak or strong so appropriate instruction can be planned.

These two reasons should, therefore, be the prime considerations in
evaluating a reading readiness test. One should seek evidence that relates to
the predictive power of the test. Do students who score well on the test
become good readers? Are these high scorers ready for formal reading
instruction? Secondly, one should examine the subtests and items to
determine if one agrees that these are the most important skills for a
student to develop if initial reading instruction is to be successful. If it is
decided that the skills from the test are appropriate, then one should look
for evidence regarding the uniclucness of the subtests. In order to use the
test in El diagnostic fashion, the publisher should provide evidence that the
subtests deal with separate measurable skills.

Further evaluation of a reading readiness test should include a more
careful than usual examination of the testing procedures and the test
format. Because reading readiness tests are used with such a young age
group, the examinees can easily be penalized by an unusual test format or
a lack of clarity in the examiner's testing procedures.

Finally, one should also examine the usefulness of the test scores. This
aspect is partly determined i)y the subtests included on the test, but it is

also determined by the description of the use of the test provided by the
publisher. One should feel confident in knowing what to do with the test
scores. How do they relate to reading readiness? Do low scores mean that a
student should not begin reading instruction? How should.. the subtest
scores be used? All of these questions should be answered by the publisher
in a clear statement. In tuldition, the publisher should discuss the relation-
ship of the readiness skills measured by his test to the readiness skills or
child behaviors which cannot be measured by a test. Lack of such a discus-
sion will seriously limit the use of the test.

9



It is believed that the most important use of ading readiness tests is to
determine which readiness skills need further development before the
students can beuin to learn to read. However, the predictive validity of a
readiness test should help one to determine the importance of various
readiness skills. Most publishers of reading readiness tests do describe such
validity,

Regardless of how much evidence is provided, a simple check on how
well the test predicts for a class can be obtained. After administering the
scores and beginning instruction, one should save the tests until the end of
the year and then compare the reading level obtained at the end of the
year with the readiness scare. Is it in general agreement with a class's
achievement? Are there some, students who failed to do as well as
predicted? Are there some who did better? Can the reason for this be
determined?

The use of a scat terg,qam (Figure 1) will help one to visualize how well a
particular reading readiness test predicts reading achievement for students
in a specific instructional program. The scattergram is developed by
plotting the child's intersection of his readiness test score with his scores
on a subsequently administered reading achievement test; The readiness
test may have been administered at the beginning of first grade and the
reading achievement test at the end of first ,grade, but this time is
dependent on the period for which one would like to predict. The scatter-
gram will be more useful if one uses a number to represent each student

Figure 1
ScattergramReading Readiness and Reading Achievement Scores
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rather than an "X" for all students. If the test publisher provides standard
scores or percentiles it would be better to use these rather than raw scores
in plotting the scattergram.

The scattergram includes ten students, each represented by a different
number; the scores indicate that the readiness test does predict reading
achievement scores fairly well. For example, child number seven scored
somewhat poorly on the readiness test and on the achievement test: child
number ten scored fairly high on both tests.

The charts in the Appendix describe and evaluate several of the niajor
aspects of the readiness tests reviewed. A more complete evaluation of
each test follows.

Gates-MacGinitie Readiness Skills Test

Overview

The Gates-MacGinitie Readiness Skills Test is a revision of the Gates
Reading Readiness Test. The new test, published in 1 968, is intended for
use with pupils at the end of kindergarten or the beginning of first grade.
Eight subtests are included, but only the first seven are combined to arrive
at a total readiness score. The seven required subtests are Listening
Gin:prehension, Auditory Discrimination, Visual Discrimination, Follow-
ing Directions, Letter Recognition, Vistlai-Motor awrclination, and Word
Recognition.

Student responses are recorded in the test booklet. The pictures and
words are large and easy to read; however, the use of some aid to help a
student keep his place would probably aid in the administration of the
test. The directions for the examiner and the oral directions to the exami-
nees are adequate in terms of clarity, completeness, and appropriateness
for kindergarten and first grade students. A separate scoring key is pro-
vided, and tables arc included for end of kindergarten and beginning of
first grade; however, the norm group is not described for either of these
populations, The tables provide stanine scores for the subtests and total
score as well as a percentile score for the total score.

The total raw :core is arrived at by multiplying each of the subtest
scores by a weighting factor of from one to three. This scoring procedure
is used because the test authors feel that certain subtests are more pre-
dictive of later reading achievement than others. The Letter Recognition
score, for example, is multiplied by three while Listening Comprehension
score is multiplied by only one. This procedure was developed by analyz-
ing data from the standardization of the test. However, no information
about this study is reported in the manual, and the reading achievement
test which was used as the criteria test was not named. Because of this
limitation, it is difficult to determine the value of the weighting procedure,
if one utilizes this test, it would be useful to compare the total raw score
with the weighted total score to determine which is the better predictOr of
later reading achievement with one's classes.
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Norms
While norms are provided for both the end of kindergarten and the

beginning or first grade, there is no descriptive information of the norming
population. There is not even an indication of the total number of eases
inelui-lza in the sample. There is also no reference made to any technical
info, matioh avAable from the publisher. For these reasons, it would be
very imwise ose the test norms provided by the publisher. One would be
comparing one's students to a completely unknown population, and this
knowledge wid not be of any value in determining whether these students
are ready to hegin reading instruction.

Validity
The content validity of the test appears to be appropriate for measuring

many of the skills necessary to beginning formal instruction in reading.
Several of the pictures seem to be biased toward a middle-class popuhtion.
lthnic differences are represented with several pictures of Negro children.
The results of using the test with certain cultural groups would aid in
determining the validity of the test with these special groups. The authors
also encourage the use of teacher observations and informal tests for
measuring other aspects of the pupils' development. Fur these reasons, the
content validity of the test is (lithe satisfactory; however, there is a com-
plete kick of any other validity evidence. This condition would make any
diagnostic or predictive use one might make of the tests completely
dependent on the information gathered with one's own classes.

Reliability
The authors discuss sonic of the pertinent factors related to relia-

bility- such as, the higher reliability when test scores are combined rather
than used separately, the higher reliability with relatively longer tests, the
higher reliability of scores in the middle of a range of scores when com-
pared to scores at either extreme, and the relatively high unreliability of
differences between test scores. This information is well presented and
should be considered by the test user: but the publisher does eot give any
information about the reliability of the total test or subtests, and, there-
fore, there is no basis on which to determine if the score a pupil receives
can one day is likely to be the same as the score he would receive on
another day.

Evaluation of Subtests and Items
The nanies of the subtests adequately describe the tasks, Each test is

arranged in a logical order, and generally the tasks become more difficult
as each test progresses. The use of letters and words in the Visual-
Discrimination and Visual-Motor Coordination subtests seems to be in
keeping with the trend away from the use of geometric shapes as was the

'e with earlier readiness tests. This procedure will probably increase the
predictive validity of the tests because the tasks more closely resemble
actual reading behavior.
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The authors caution against the use ul separate stibtest scores and sug-
gest that the total test score is more useful. The writer would strongl
support this advice because of the lack of reliablEity send validity evidence
fur the subtests and also would caution against any di agnostic use of
subtest scores, even when stanine scores differ by as much as three staines
as the test authors suggest, because several of the subtests are quite short.
varying in length from eighteen to twentyfour items, and also because the
norming population on which these stanines are based is a coinpl :tely
unknown quantity. The test authors also encourage the thoughtful inter-
pretation of any student's scores and suggest that reading readiness test
scores arc quite dependent on the teacher's instructional procedures and
everything he knows about the children in his class. It is very refreshing to
see such a statements printed in a test manual.

The eighth suhtot, which is not used in arriving at a total readiness
score, is Word Recognition. Ihis test is actually a reading achievement test
and can be used by the teacher to identify those children who have already
begun to learn to read. While the test is a useful addition, it is quite
probable that the alert teacher would not need such a test to identify the
student in his class who had already begun to learn to read.

Summary

This test appears to have content validity for measuring many of the
skills which arc necessary to begin reading instruction. The authors point
out the shortcoming of readiness tests and generally do an adequate job of
describing the value of the test; but the lack of complete validity, relia-
bility, and nurming data make the test of very limited use to the teacher.
The test could be used as a criteria test for determining achievement levels
for certain readiness skills, but it is probable that the subtests.are too short
to give valid or reliable information. This test appears to be ow: that has
been published and is available for sale before the collection of validity
and reliability data. A more complete test manual would also enhance the
value of the test.

The Harrison-Stroud Reading Readiness Profile
Overview

The Harrison-Stroud Reading Readiness Profile is presented in. three
booklets and was revised fur publication in 1956. According to the
authors, the test is designed to measure those skills which are necessary for
beginning reading. Six subtests are included: the first five can be adminis-
tered on a group basis, but the sixth must be administered individually:
The subtests include Using Symbols, Making Visual Diseriminathms% Using
llu Onitext, Making Autliteny Discriminations, Using Cowen and
Autlitory Clues; and Giving the Names of the Letters,

Students' responses are written in the test booklet: only uric form ()I'
the test is available. Scoring is somewhat difficult because: no separate
scoring key is provided; the examiner must search through the manual for
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the scoring key for each subtest. For convenience, tables for converting
raw scores into percentile ranks are printed directly on the front page of
the first test booklet. The examiner's directions are clear and precise, and
the language of the oral directions is also appropriate for kindergarten and
first grade children. The format of the test is attractive and efficient;
colored boxes are utilized as place keeping devices. The use of three colors
is functional in giving the directions for each item of the test, The
children's layout of the questions is spacious and clear.

Norms

The norms for interpretation of raw scores were based on 1,400 pupils
in thirty-two communities in twenty-eight states in 1955. This population
is not adequately described as to range of ability, sex, chronological ages,
and socioeconomic. level. This is a serious weakness of the test and would
make the use of the norms very questionable. In addition, the use of 1955
norms also seems to be a dubious basis for evaluating the performance of
children today. The authors do not suggest the development of local
norms, but this procedure would seem to be essential for interpretation of
raw scores because of the cited limitations.

Validity
The content validity of the test is based on the logical assumption that

the test measures the skills essential to beginning reading. All of the tests
appear to achieve this purpose. The test lacks other validity evidence. It is
believed that the most important use of a reading readiness test is to
diagnose students' strengths and weaknesses necessary to beginning reading
instruction, but the test authors present no evidence regarding the
diagnostic or subtest validities of the test. A second use of readiness tests is
the prediction of later reading achievement, and this test includes no
predictive validity evidence:

Reliability

The complete lack of reliability data is one of the main weaknesses of
the manual of this test. The manual gives no evidence regarding the relia-
bility of the total test or of the subtests.

Evaluation of Subtests and Items
The names of the subtests are meaningful and adequately describe the

tasks involved. The tasks on the subtests are consistent with the authors'
stated concept of the nature of reading readiness. They list eight factors
that are important in- reading readiness, and all of these factors are in
eluded in the subtests. The authors suggest that other factors, such as
intelligence test scores and teacher observations, should also be used in
determining instructional group placement; but the student behaviors the
teacher is to observe are neither described nor discussed. The most serious
problem is the lack of a total readiness score. The authors defend this
procedure by suggesting that the tested skills do not develop evenly in
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children and, therefore, suggest that the subtests should be used diagnosti-
cally. However, the use of subtest scores in this manner would mandate
evidence of the distinctness of each subskill and also evidence regarding
the reliability of each subtest, but none is given. The authors also suggest
the use of percentile levels for grouping pupils for instruction based on
performance on the subtests, but they equate each test as being of equal
importance in this procedure.

The Using Symbols and Visual Discrimination subtests utilize words
rather than geometric shapes as many readiness tests do. It is believed that
using words is the more valid procedure because of its more closely
resembling actual reading behavior. Most of the items on the test do not
appear to be extremely biased toward a middle-class culture; however,
evidence regarding this conclusion is not available. Some of the items are a
bit dated but do not appear as though they would interfere with the
pupil's determination of the correct responses.

The lack of reliability for the subtests is compounded by the authors'
suggestion that the subtests be used diagnostically and also by the rela-
tively short length of most of the subtests. The total number of possible
correct items for each subtest is 22, 14, 16, 18, 16, and 18.

Summary

The test does have face validity for the diagnosis of reading readiness
skills. The lack of reliability and validity evidence seriously limits the value
of the test. The use of the test norms is not recommended because of the
limited description. The writer suggests that this test could be used most
effectively as a criteria test for measuring mastery of certain skills, but it
should not be used for comparative purposes unless local norms arc devel-
oped for that purpose by the teacher or school district.

Lee-Clark Reading Readiness Test

Overview

This is one of the better known readiness tests. Its reputation is largely
due to the many editions that have been available since as early as 1931. It
is the 1962 edition that this review covers.

The test is composed of three parts made up of four subtests. Part I

contains two 12-item tests of Letter Symbols, a total of 24 items. Part 11
contains a 20-item Concept test, and Part Ill consists of a 20-item Word
Symbol subtest.

A partial scoring key is provided. For two subscales, scoring is done by
inspection without mechanical aids or ;Accessories. The manual suggests
that an extra test booklet can be marked or cut out for a scoring stencil.
Although this marked or cut out copy would take an examiner time to
prepare, it would probably make scoring more convenient. Scores are re-
ported on a profile on the back of each test booklet. The profile provides
interpretation of grade placement, expectation of success rating, and
indication of months of delay before beginning formal reading instruction.
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When completed, the profile provides the teacher witILan overall picture
of the child's performance on the entire test. Two tables are provided for
grade placement equivalents of total scores and classifications of high or
low readiness for entering first grade pupils and for end-of-year 'kinder-
garten pupils, The grade placement scale of high, high average, low average,
and low was based on a small sample of 177 pupils who were given this
readiness test in the first month of first grade. In April and May the sample
subjects were given the Lee-Clark Reading Test: Primer. The pupils were
then divided into four groups in terms of their primer scores. This sample
was quite small, and one must question the lack of further deScriptive
information pertaining to the sample. One must also be dubious about the
validity for such exact and detailed analysis of the four interpretative
categories- However, this approach is an improvement over the 1951
edition which provided no statistical support for the interpretative tables,

Directions for administration of the test are clearly and exactly stated
in the manual on an appropriate language level for young children. The
authors caution examiners to use the exact directions and to administer
the tests in small groups. When the group exceeds 15 pupils, the authors
recommend an additional adult assistant. The nature of the illustrations
has been revised in this 1962 edition to enlarged, shaded drawings. How-
ever, the drawings in sub test three are small and blurry. The pictures, done
in a soft green shade of ink, produce a pleasing, nonglaring effect. The
format is attractive and easy for children to manipuiMe.

Norms

Norms for this readiness test are based on a "slight adjustment" of the
1951 norms. The 1951 norms were based on 5,000 entering first graders.
No further description of the 1951 norms is provided in the revised 1962
edition. Although the 1.951 edition provides some information pertaining
to the norm sample -=such as, median chronological age, median IQ, and
racial background -test users should not be required to search out an
earlier edition for this important information. Since 1951, the norms have.
been adjusted to produce slightly more difficult norms on the basis of
1,000 end-of-kindergarten and first grade pupils. Two of the first grade
samples were also followed up and tested at the end of the school year for
comparison. The slight adjustment of the 1951 norms provides a question-
able ,norm basis for kindergarten and first grade children of 1968: New
norms which utilize up-to-date samples would provide a better basis for
current norm tables,

Validity

Predictive validity studies are presented for the 1962 revision and ,for
previous editions. The 1962 revision validity studies were based on five
groups of entering first grade pupils. However, the manual stales that the
mean scores for these groups approach the upper limits of the test and that
the standard deviations were restricted, such information indicating that
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few of the pupils in these classes had scores that placed them below a
readiness classification cl "high average." Therefore, the reported validity
will not be applicable to all test-consumer groups. The manual also reports
other predictive validity studies that were conducted. such as the study in
he public schools of Portland, Oregon: However, the manual states that

.. the pupils engaged in this study were far advanced in readiness do&
ci; wilt by the time they were tested," This filet is reflected in the mean
Le,: Clark Reading Readiness Test scores, This predictive validity study
witit "far advanced" readiness students does not reflect the recommended
test administration time of end-of-kindergarten or entrance-of first-grade
that is stated in the manual. The manual further cautions that ". if
testing is delayed too far into the first grade the results for many
pupils in normal groups will do no more than verify that they are ready to
read." The "advanced" readiness sample group will also be inappropriate
For many test consumer populations.

The manual does not report ally discussion of face validity or sampling
validity. To the observer, however, the individual subtests do appear to
have appropriate content. According to the defined behavioral terms or
the readiness trait in the manual, the subtests do not represent all the
aspects of readiness. The test authors suggest that a definition of readiness
should include physical maturity, motivation, mental ability, emotional
adjustment, and experiential background. Due to the fact that the test
measures a more limited number of skills, the authors rightfully recom-
mend that this readiness test should not be the sole measure or basis for
decisions on pupils' reading readiness.

Reliability

Reliability coefficients ranging from .87 to .96 were established on the
basis of split halves by the Spearman-Brown formula corrected fur length.
The sample on which these reliability coefficients were based is not des-
cribed adequately. The following is the only description of sample:

unselected school samples having means and standard deviations
typical of a majority of schools in which the test is administered." The
standard error of measurement showed that the chances were two to one
that the examinees' readiness grade placements would not vary more than
Iwo months, and nineteen to one that they would not vary more than four
months from their true readiness grade placement.

Intercorrelation coefficients and reliability coefficients based on the
Kuder-Richardson formula were computed for part raw scores. This matter
is important for diagnostic use of the part scores. The resulting coefficients
showed that Part 1 (Letter Symbols), Part ll (Concepts), and Part 111(10)rd
Si'nibols) scores were sufficiently independent for utilization in deter-
mining whether pupils have understanding of spoken words and concepts.
Considering this test's brevity (it only take.. Hinutes to administer), the
reliability is surprisingly adequate.
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Evaluation of Subtests arid Items
Subtest one requires the child to match letters in one column with the

next. This test is called Matching in the scoring key rather than Letter
Symbols-Part I as it is named in the manual. The test is short, but the score
is combined with test two, a 12-item subtest, which requires the child to
match the correct letter out of an array of four letters. The combined 24
items arc sufficiently long.

Part I I (test three) is named Concepts' but is referred to as Cross -curt in
the scoring key. The child is presented with a series of pictures and is to
"cross out" the item named by the teacher. The quality of the pictures. in the
writer's opinion, are somewhat blurred and too detailed for adequate dis,
criMinatioit by young children. It is interesting to note that this subtest
has the lowest reliability, too low for individual use; the style of presenta-.
lion may be a factor. The research on concept learning suggests simple line
drawings form the presentation of concepts rather than overly detailed
pictures. The pictures arc not too dated, but the writer suspects that the
inner city or rural, impoverished child would not be familiar with many of
the concepts presented. No data are presented that indicate whether the
test has been used with a variety of schools. The lack of information on
the sample for which these data are based makes it extremely difficult to
know for what group to recommend thetest. Possibly surburban schools
have long used readiness tests, and this is the population on which the
reliability was established.

The sequential development of the individual subtests is according to
increased difficulty, and the transition between subtests is smooth.

The test authors' stated purpose of this test is not only to predict
ability to learn to read but also to provide data for intraclass grouping and
to analyze reading readiness needs, it should be noted, however, that the
number, nature, and length of the subtests do not lend themselves to
giving this information. This readiness test appears to be more useful as a
gross screening device rather than as a diagnostic tool. Therefore, the
specific items and subtests do not reflect all of the test authors' stated
purposes.

Summary

As noted before, it is the test manufacturer's responsibility to provide
adequate information about the norming of the test and the nature of the
population of students used to establish reliability and validity. From the
limited information given, the writer suspects the population consisted of
groups of brighter - than - average; middle-class children. Thus, the students
test scores in a class should be evaluated with great care. While the total
score reliability is high, the part two concepts score section should not be
used alone.

The entire test may be useful as a gross screening device, but it is not
sufficiently broad in the skills that it measures to provide diagnostic assess
ment of children's readiness strengths and weaknesses.
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The Metropolitan Readiness Test

Overview

The Metropolitan Readiness Test is widely known and has recently
been revised in 1964. The 1964 edition is reviewed here.

The test gives scores for six subtests and a total score: an optional
sub test, Draw-A-Man is included. The subtests arc Word Meaning. Listen-
ing, Matching, Alphabet, Numbers, and Copying.
- -A separate scoring key is provided to facilitate hand scoring. A scoring

service is also available. No description or the 'scoring service is provided in
the test manual. Tables for converting raw scores into percentile ranks,
stanincs, and statements of readinesssuch as, superior, high norm
average, low normal, and loware conveniently arranged and are easy to
utilize: The directions for administration of the test are clearly and exactly
stated in the manual and include directions and illustrations to help st me
the subjective DralvA-Man subtest. The oral directions to the pupilsare on
an appropriate language level for young children. The format is adequate
for the age level and includes green lines to separate items and symbols to
help the children locate and maintain their places in subtests where
needed, such as in Alphabet and Numbers. Although most of the items are
current, the majority appear to be drawn from middle- class experiences of
suburbia, particularly the eastern part of the United States. In addition, it
would appear that some individual items may be measures of intellectual
functioning rather than measures of readiness to begin formal reading.

Norms

The norming population consisted of 12,231 pupils in 65 school
systems in a wide, regional distribution in the New England, Middle Atlan-
tic, Central, and South Pacific states in 1964. Unlike many test manuals,
this one states a caution in the use of the norms .because of the slightly
higher income median of the sample. The test developers encourage estab-
lishment of local interpretative norms based on local experience. This is a
very desirable statement as the American Psychological Association's
Standards for Educational and Psychological Tests and Manuals points
out: "Local norms are more important for many uses of tests than are
publi-shed norms. In such cases the test manual should suggest appropriate
emphasis on local norms .

Validity

In regard to content validity, the term and concept of "readiness" are
carefully defined, and a list is provided of the most important components
of first grade readiness in the view of the authors. After this breakdown of
the total area of readiness into categories, the content of each of the six
subtests is discussed against a background of the analysis of the
components ')f readiness. While the content of the scales appears to be
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appropriate, the word meaning and listening comprehension scalesseem to
contain sonic items that are more suitable for middle-class youngsters.

Evidence acolicurrent validity is presented by means of correlations of
the Metropolitan subtests and the total score with scores on the Murphy-
Durrell Readino, Readiness Analysis and the rintner-Curmineham Primary
Mental Ability Test. The total score on the Metropolitan correlated quite
highly (,80) with the total score on the Murphy-Durrell. There was also a
correlation of .85 between the better Nannhg subtest of the Murphy.
Durrell and the ,,Mphabet subtest of the Metropolitan. Other correlations
among the subtests were small and probably indicate that the two reach.
tress tests sample, abilities that make up their respective composites in
different manners. A correlation of .76 was found between the total score
on the Metropolitan and the total score on the Pintner-Cunningham test,
Because little information about the sample is given in the manual, the
prospective user is not able to judge whether the reported validity is perti-
nent to his situation. Predictive validity studies are only reported for the
three experimental forms rather than for the final forms, A and B. In the
experimental forms, the Alphabet subtest seemed to be the best predictor
of future success in reading. The Numbers subtest was a good predictor for
both future reading and arithmetic success. Additional predictive validity
studies are being conducted now and will be provided in future editions of
the manual. These studies are available upon request from the company
and will oe ,..eluded in a new manual.

Evaluation of Subtests and Items
The following subtests are included: Word _ !caning, Listeuthg, Match-

ing, Alphabet, Numbers, copying, and an optional subtest, Draw-A-Man
The names of the subteits are not meaningful. For example, the names
Matching and copying are not expanded or explicit enough to describe
whether words, Jotters,- and/or geometric forms are matched or copied,
The Matching subtest actually measures visual perception involving the
recognition of similarities through die use of words and forms, The'arpy

subtest involves letters, numbers, and forms. The length of eeli of the
subtests is quite short, and the reliability of the individual subtests is much
lower than that of the total score. However, the manual does suitably
discourage attachment of ,signiticanee to tlw subtest scores. The
number and type of subtests appear to be consistent with the purposes of
the authors, for they designed this test as a measure of readiness for first
grade instruction; therefore, both number and reading readiness factors are
considered. The authors also suggest that teacher ratings, observations,
informal tests, and their readiness inventory be used as supplementary
aids, because ". . , raper and pencil readiness tests do not measure all (he
components of general readiness for specific skills, such as reading or
arithmetic,"

The length of each of the subtests is quite short, probably due to the
age of the child for which the test is constructed. The writer concurs with
the authors' recommendations that the subtest scores not be used and
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would further advise that these scores should not be recorded on a
student's record. The studies provided in the manual by the company
indicate that as predictors the subtest scores are not consistently stahle
enough from sample to sample to place confidence in them, The total
score, however, appears to be a good predictor of reading Success.

Reliability
Reliability was determined with odd-even coefficients corrected by the

Spearman-Brown Formula. Although the sample fur which the reliability
was computed consisted of students from three school systems, the sample
is not further described. The reliability of the total score was above .90 in
all three of the sample groups. Reliabilities of the subtests :ire lower but
sufficiently high to merit confidenceexcept for scale two, the listening
section; The reliability of this scale is much lower than one would desire
from the data presented in the manual. Since two forms of this test are
available, additional reliability information pertaining to the correlations
between the two forms should also be reported in the manual. In the
section on "construction" of the test, the manual only states that item-
discrimination indices were used as a basis fur selection of the items for
the two final forms that are considered "equivalent." More evidence to
support the assumed comparability of Forms A and B is needed. A sepa-
rate handout sheet does report these data and is intended to be included in
the manual in the future.

At the present time, the test manufacturers do not provide in their
manual a complete enough description of how the test acts as a predictor
for multiple samples. In a new manual, evidence is offered that the test
may not serve so well with rural southern children where the correlation
between the Metropolitan Achievement Test and the Stanford Achieve-
ment Test is .60,63.

The test manufacturers do provide many single-sheet summaries of data
collected by individuals in various locations who have used the test. These
data strongly support earlier conclusions about the test. The correlations
of the Worel-Meaning and t 1 toning subtests with actual reading success are
much too low in many populations for one to place much confidence in
the scores as predictors of which children will learn to read. This filet is
particularly' true of samples from the South (South Carolina and Missis.
sippi) and samples from predominately rural states (Wisconsin). Even the
total score is correlated with reading achievement in these samples below
what would be desired. The question of the test manufacturer's responsi-
bility ;n providing adequate data about the validity and reliability of the
tests has -been raised in this review. 11 is maintained that before a test is
offered for sale adequate information should and must be gathered by
those who desire to sell the test. The data which were collected in schools
after the test was presented for sale, were inteiesting but were gathered
under such varying test conditions and computed by such a variety of
personnel that it is difficult to know how to interpret the matter.
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Adequate validity, reliability, and r edures should
before the test is presented for sale.

Summary
The test appears to he a good predictor of readiness for kindergarten

and beginning first grade youngsters. The test is probably most suited for
middle class suburban children. In addition, the total test score may serve
with this population as a rough screening device of intellectual function-
ing. With children from middle class communities outside of suburbia, the
test probably will du equally as well. The test scores should be interpreted
with great care with lower socioeconomic, rural, and southern areas. The
writer strongly advises against the individual use of the subtest scores, as
do the test manufacturers, particularly for Word-Meaning and Listening

The Murphy-Durrell Reading Readiness Analysis

Overview

The Murphy-Durrell Reading Readiness Analysis published in 1965 is
an outgrowth of the Murphy-Durrell Reading Readiness Test published in
1949. Only one form of the test is available. Subtests include Phonemes,
Letter Names, and Learning Rate.

Students record their answers directly on the test booklet, and a
separate scoring key is helpful in scoring the test. The directions to the
examiner arc clear and concise, and the test format is attractive and
appears to be easy for children to follow. The pictures and printing are
legible and current, and there appears to be a minimal amount of cultural
biasing because students do not have to name the items pictured.

One will find tables in the manual for converting raw scores into
nines, percentiles, and quartiles. These tables include conversions for both
the subtests and the total test score. The tables are easy to use, and the
authors have provided a clear and concise description of how to interpret
each type of score and how to plan instruction On the basis of these scores.

Norms

Use of the conversion tables is, however, somewhat limited because of
the lack of a complete description of the standardization population. The
manual states that several pertinent data items, such as type of commu-
nity, median income, and number of years of education completed by
adults in the community, were collected and utilized in selecting the norm
group; however, none of this information is included in the manual The
regional distribution of the forming population is also quite uneven.
Approximately six percent of the forming population is from the South,
and that six percent conies from only one state. Under these conditions,
one would probably find the test results more interpretable if one devel-
oped one's own local norms rather than relying on the publisher's norms.
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Reliability
The reliability of the test was determined by randomly selecting 200

students from the norming population and computing split -hall- cor-
relations. Basically, this procedure is to divide the test in half by putting
all the odd-numbered items in one group and the even-numbered items in
another group; the reliability is then the agreement between these two
halves. Using this procedure. the total test score appears to be quite reli-
able. The manual also cautions the test consumer to think of a pupil's
score as falling within a range of possible scores rather than at a particular
point. This is useful advice for interpreting scores. The reliability evidence
would be more useful if a complete description of the 200 cases were given
because reliability coefficients can vary from population to population.

Validity
The manual suggests that prospective test users examine the test to

determine content validity, but the authors do not include a discussion of
then, definition of -reading readiness." According to the American Psycho-
logical Association's Standards Jr Educational and Psychological Tests
and Manual, ". the manual should indicate clearly 'what universe
(content) is represented and how adequate is the sampling," This standard
is considered "essential."

Predictive validity evidence for a relatively small sample of 200 pupils
from four school systems in Kansas indicates that the Murphy-Durrell test
given at the end of kindergarten is somewhat predictive of reading achieve-
ment as measured by the Stanford Achievement Test--Primary I when
given at the end of first grade. Approximately 43 percent of the perform-
ance on the reading test was accounted for by the readiness test. The
publisher has also indicated that additional predictive validity data which
have been gathered since the publication of the test are available; but if
this information is to improve the interpretation of the test scores, it
should have been gathered prior to the publication of the test and should
be included in the test manual. The lack of description of the population
or the reading program for these 200 students in Kansas also limits the
interpretation of the validity data.

Evaluation of Subtests and Items

The three subtests are somewhat different from the usual subtests on a
reading readiness test. For the Phonemes ;Nest, the student is to select
from four words those that begin with a phoneme given by the examiner.
The words are represented by pictures, but the item in each picture is
named by the examiner. For the Letter Names subtest, the child is to
select from five alternatives the letter named by the examiner. Part one
tests knowledge of capital letters, and part two tests knowledge of lower-
case letters. The Learning Rate subtest is a measure of the number of
words retained an hour after instruction.
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All of the subtests are closely related to the actual task of learning to
read, and, therefore, they would seem to be quite useful for diagnosing
students' readiness to begin reading. The test authors. however. fail to
include any discussion of other factors which should be considered by the
teacher. The discussion of the use of the test results seems to:indicate that
the skills measured by the test are the only factors to be considered.

For a random sample of 200 cases from the norming population, the
split-half reliabilities of the Phonemesand Letter Names test were quite
high (.94 and .97), but the Learning Rate test had a reliability of only .88:
this result is probably partly caused by the relatively short length of the
test. It is believed that these reliability indexes are high enough for one to
make separate use of the subtests.

The use of the subtests for predicting reading achievement is lower than
the total test score. Phonemes is the best predictor, and Learning Rate is
the poorest. The range of these predictions indicates that from I5 to 58
percent of beginning reading achievement is accounted for by the various
subtests when they are considered separately. The authors suggest that the
total score should be utilized in planning instruction. Because of the lack
of diagnostic validity evidence the writer would support this procedure
and suggest only limited use of separate subtests.

Su mmary

The Murphy-Durrell Reading Readiness Analysis includes subtests
which are very similar to the skills of beginning reading. However, the
skills are related primarily to the decoding aspects of beginning reading,
and it is, therefore, suggested that if this test is going to be used as an
indication of readiness, other factors should be considered. The test is
probably most ncoful as a criteria measure of specific skills, and use of the
test should probai,iy be based on one's classroom experience and the
development of local norms.
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Chapter 3

SELECTING A READING ACHIEVEMENT TEST

PROBABLY more tests are administered at the end of the school year
than the beginning, and this practice is a reflection of the purposes a
teacher has in mind in usine, tests: that is, most schools are more concerned
with how much a child has learned m a given year than in giving a test
early to assist in planning instruction.

Tests should be selected according to the desired purpose. If one wishes
a quick overview of one's students' current status. administering an
achievement test early in the school year is' a desirable practice. If one
wishes to evaluate the instructional program, administering the achieve-
ment test late in the school year is a useful practice. To determine the
specific strengths and weaknesses students possess, a diagnostic test or an
achievement test with appropriate subtests should be selected.

These reasons should guide one's selection of a reading test_ One will
want to know how accurately the subtests can be used as diagnostic assess-
ments, how reliable and valid the results are, and exactly how the test was
normed in order to determine whether the grade placement, percentiles, or
stanine scores arc appropriate for one's class. In essence. these points
should be considered in choosing the test. The charts in the Appendix give
a quick overview of the major characteristics of the tests reviewed and an
evaluation of each test.

California Reading Tests

Overview

The California Reading Tests arc part of a larger battery of tests called
The California Achievement Tests (CAT). These tests have a long history
and have been through several revisions since they first appeared in 1934
This review covers the current 1957 edition renormed in 1963.

The reading tests are divided into three levels: lower primary, grades I
& 2; upper primary, grades H-2, 3 & 4; and elementary, grades 4 through
6. In addition, several forms of the test are provided for each level. It
should be noted, however, that this review covers only Form W as the test
manual and technical report do not include data for any other form, The
test manufacturers rightly caution against using other forms for research
purposes and clearly state that the standardization and normative work
were done only for Form W. The publisher states that critical users or
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experimenters should use Forst W .. since conclusive evidence of form
equivalence is not available" (page 24, CAT, Technical Manual). While
there is no empirical evidence that the forms are not equivalent, there is
more importantly no evidence that the forms are equivalent. Thus, all
forms other than Form W are an anknown quantity and are not recom-
mended for use.

All of the reading tests arc divided into two subtests, Reading Compre-
hension and Vocabulary. Each of these subtests is then divided into sec-
tions. The manual suggests that the sections were devised to ease
administration and to reduce the time that it would take the child to
complete the entire test. The section scores are not to be used for grouping
or instructional purposes.

The California Reading Test, Lower Primary level, is divided into two
subtests: Reading Vocabulary and Reading Comprehension. The Reading
Vocabulary section contains four sections with a total of 75 items: Word
Form, 25 items; Word Recognition, 20 items; Meaning of Opposites, 15
items; and Picture Association, 15 items. The 75 items seem to be an
adequate measure of reading vocabulary. Item 12, Test 1, Section D, is the
only item that needs to be questioned in terms of picture-response clarity.
It is the reviewer's opinion that the illustration could be misinterpreted by
examinees. However, this is a minor point.

The Reading Comprehension section is divided into two parts: Follow-
ing Directions, five items; and Interpretation, ten items. The items in these
two parts are reportedly designed to measure skill in following directions,
noting specific facts, and making inferences. Although these three skills
appear to be- what the authors are attempting to measure, it was difficult
for a group of experienced reading teachers to ascertain which reading skill
was being tested in any particular item in the Reading Comprehension
subtests. The test authors recommend that the section scores be used as
indicators of areas of reading disabilities. However, the length and relia-
bility of the various sections are such that attaching much significance to
the vocabulary or comprehension section scores individually should be
avoided. The various sections appeared to be controlled for readability.
The items are arranged from easy to difficult in each section, and content
of the test is current and dock not appear to favor specialized backgounds.
A separate section, Letter Recognition, is included at the end of the
regular test and is to be used with those students who obtain very low test
scores on the Reading Vocabulary and Reading comprehension Tests. The
Letter Recognition section contains 24 items and is designed to help the
teacher gather additional information on general performance with verbal
symbols. This section requires that the examinee identify alphabetical
letters in their capital and lower-case forms. The child indicates whether

words joined by a dotted line are the same or different. The two words
may or may not appear in the same printed form. This particular section
could yield valuable information on certain word recognition skills for
poor readers.
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For the most part, the names of the Reading Vocabulary sections ade-
quately describe what each section is attempting to measure. In the
writer's opinion Reading Comprehension does not adequately describe the
nature of the tasks in this section of the test.

The California Reading Test, Upper Primary level, is divided into two
tests: Reading Vocabulary and Reading Comprehensiom The names of the
Reading Vocabulary and Reading Comprehension tests are adcqutite for a
general description of the task involved. Reading Vocabulary contains two
sections with a total of 45 items: Word Recognition, 20 items, and Mean-
ing of Opposites, 25 items. Reading Gnnprehensioncontains three
sections with a total of 51 items: Following Directions, 15 items: Refer-
ence Skills, 15 items: and Interpretation of Material. 2l items. A separate
Word Form test which consists of 25 items is included at the end of the
regular test for diagnostic purposes and is to be used only with those
students obtaining very low scores on the total reading test. The Word
Form test consists of pairs of words which the examinee is to mark as
same or different in appearance. In a very limited way, the Word Form test
provides the examiner with sonic diagnostic information hi the word
recognition skills area. The test authors claim that the principal value of
the section scores is their indication of existing weaknesses. However, the
sections are relatively short, and the attachment of much significance to
individual vocabulary or comprehension scores would not be warranted by
the reliability coefficients. Readability appears to have been a considera-
tion in the construction of the various subtests. terit progression in each
subtest is from easy to_difficult.'The content of the test items is current
and does not appear to favor any particular background of experiences.

The California Reading Test, elementary level, is divided into two parts:
Reading Vocabulary and Reading Comprehension. Mathematics, science,
social science, and general vocabulary sections are included under Reading
Vocabulary Following directions, reference skills, and interpretations
sections are included under Reading amtpkehension. The tests names do
adequately describe the task in each of the sections, Fifty vocabulary
items are used for the four vocabulary sections, and 60 are used for the
comprehension subtcsts. The reviewer noted that experienced teachers,
when asked to do so, had difficulty classifying the 50 vocabulary terms
into the categories of mathematics, science, social studies, or general
vocabulary. A similar group of trained reading teachers disagreed in label-
ing the skills the authors claimed were being tested in. various itenKin the
Reading Gmtpreheason-scetion:Mte. test authors caution against attach-
hit undue significance to the scores on separate sections but go on to state
that the principal value of the scores is their indication of existing weak-
nesses. There is no evidence cited to support this claim, and the writer
recommends using the scores with caution. The sections do appear to be
controlled for readability, and the items are arranged from easy to
difficult. The item content is current, and favoritism for specialized
backgrounds has been avoided in item development.
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The administration of the California Reading Tests, all levels, appears
not to be difficult. The directions and examples are clear and concise. All
the subsections are timed tests: therefore. a stopwatch or clock with a
second hand is needed. Scoring time is less rigid for the Elementary level
test. Students may mark their answer, on separate answer sheets, such as
IBM, or use SCORLZE., a self-scoring answer sheet available through the
firm. IBM anssver sheets may be less expensive and can be scored rapidly
by machine or using hand scoring overlays.

For the Lower and Upper Primary level tests, students are required to
mark their answers in the booklets, and these must be scored by hand.
When scoring any test by hand one is cautioned not to make a diagnostic
interpretation of these subsections. These scores are not to be used in this
way, and faulty interpretation of a student's skills can result from inter-
preting individual items.

Grade placement, percentile stanines. and standard scores are provided
for each lest and total score. All tables are clearly identified and easy to
use.

Although the manual cautions that the test sections are not normed and
no grade placement should be attached to these scores, there are columns
on the profile sheet for obtaining these scores. The technical report right-
fully cautions their use. One suggests that the section scores should not be
converted to wade equivalent scores and that the test manufacturers
remove those columns front the profile.

Although a Diagnostic Profile is provided. olio does not suggest its use.
Data are offered in the technical report and the manual for the tests as
general reading achievement measures, and the power of these tests to
diagnose specific reading difficulties has not been demonstrated. Until
such evidence is available the writer suggests only the use of the three
scoresreading vocabulary, comprehension, and total score as a measure of
general reading achievement.

Norms

The 'terming population for the California Achievement Test Primary,
Upper Primary and Elementary, 1957 edition, was extensively controlled
for geographical and instructional program bias. The renorming of the lest
in 1963 took a more limited sample but appears to be quite adequate in
number of pupils and range of abilities. The technical report discusses the
norming extensively and presents cautions in interpreting individual scores.
As in other reviews, the establishment of local norms is suggested.

Reliability

Split-half reliabilities are reported only for the two subtests and total
scores for each level. The reliabilities reported arc for one grade level for
each test: that is, 1.7 for Lower Primary, 2_7 For Upper Primary, and 5.1
for the Elementary.
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Lie Lower Primary level reliability fur I"octrlurla ry is sufficiently high,
but the Reading Cnmprchension is .77, somewhat lower than dewed. The
total score is .88. The Upper Primary and Elementary level reliabilities are
very acceptable.

Reli abilities for each grade level rather than those reported would be
desirable. Due to the fact that the Lower Primary is for first grade and
beginning second. ti sample_of 1.7 grade level is adequtute. However. the
Upper Eleinentary is designed for fourth. fifth, and sixth grades. :Ind reli-
abilities are only rep_ orted for grade live. It rs assumed fourth and sixth
grades would have similar reliabilities, but one would like these data
reported.

The Upper Primary test-retest reliabilities reported for 90 students at
grade placements of 2.8 and 3.8 are lower than one would desire for the
reading comprehension section (.59). The vocabulary and total score test-
retest reliabilities arc sufficiently high.

Test-retest reliabilities are reported for 90 students in grades 4-8 and
5-8 and 125 students in 5-8 and 6-8. These are quite high and well within a
desirable range.

In addition, data are reported for all three levels on'test-retest reli-
abilities of students who took the lower form and were then tested on the
next highest form. These are all adequate except for the correlation of the
Reading Comprehension section of the Upper Primary to the Elementary
Reading test of comprehension where the coefficient us reported is .54.
Why the Upper Primary Reading Comprehension test-retest reliability fur
the same form or next highest form is so low is not made clear.

The lower reliability may be a product of rapid skill development of
children at this age or it may reflect program changes in the teaching of
reading. Comprehension skills tend to be stressed by teachers at the end of
second grade and more in third grade. This score !nay be a reflection of
changes in program emphasis, but this is only a guess. One should interpret
this score with other information available from the classroom program.
such as the pupils' daily reading assignments and independent reading
activities.

Validity
Validity for the series is reported in two ways: I) by having a team of

experts inspect all items and 2) by correlating the CAT with other achieve-
ment tests.

The "experts- who examined the items generally agreed that the items
included in the test were ones that were essential concepts or of major
importance. As previously suggested, any test must be examined by the
teacher to see if it matches the content as taught in his classroom. Exami-
nation of the test leads one to agree that items on the test arc important
aspects of a basic reading program.

Listed in the manual, a table called "Diagnostic Analyses of Learning
Difficulties breaks the items into groupings within the test. One should
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examine this table to determine agreement with what is included. The
writer ca I find no empirical evidence to suggest these skills are being
measured: however, no criticism of the test authors is made for this lack as
an achievement test must sample from a range of skills. One does caution,
however, that evidence to support the test as a diagnostic instrument is not
given and further, that the manual and technical report caution against
using it so. There is no evidence offered, for example, that the mathe-
matics vocabulary is a reliable or valid sample of mathematics vocabulary.
This statement can be applied to any other of the subsection scores. Their
inclusion on the profile may mislead one into confidence that the child has
mastered these skills. These scores are, as the test authors suggest, only
"cues" for one to verily with other data.

The correlations of the CAT with other reading achievement tests are
high but none are reported for the Lower Primary.

Extensive correlational data among the subtest scores and the California
Short Form Test of Mental Maturity, 1963 revision, are reported. These data
can be interpreted as validity of the test. Again, Lower Primary Reading
Comprehension scores correlated much lower than the other subiests.

The writer questions, however, that the correlation between the
achievement test and the Mental Maturity Test should be this high The
correlations as reported suggest that either the Mental Maturity Test is an
achievement test or that the California Reading Test is a mental maturity
test. The correlation of the Upper Primary and Elementary Reading total
score and the CTMM-short form are .79 and .81, respectively, indicating
that these two tests measure somewhat the same skills.

Summary
The California Reading Tests span the elementary level nicely, arc easy

to administer and use, and are in general reliable and valid measures of
reading behavior. One will have to inspect the content of the test to
determine how closely it matches one's classroom instruction. The Lower
Primary Comprehension test is not so reliable as one would desire, but the
three scores, (vocabulary, comprehension, and total) for each test are of
use as a measure of general reading comprehension.

The major criticism of the test is that the section scores on the profile
sheets and the Reading Diagnostic Profile have not been demonstrated to
be reliable or valid measures. Although the manufacturer cautions against
the use of these scores, their inclusion, it is believed, can be misleading.

Only information on Form %V is provided, and the writer suggests that
this is the form to be used until information is provided by the publisher
for the Other forms.

Gates-MacGinitie Reading Tests
Overview

The Gates-MaeGinitie Reading Tests are a new edition standardized in
1965 and developed to replace the Gates Primary, Gates Advanced
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Primary. and the Gates Reading Survey. Included in this seven- test series
arc tests for all grade levels, from first to twelfth. This review will cover
only the live tests front grade one up to and including grade six.

These five tests are Primary A for grade one. Primary B fo-r grade
two, Primary C for grade three, Primary CS for grades two and three,
and Survey I) -for grades four through six. Primary A. B, and C and
Survey I) include subtests for Vocabulary and Omiprcheusion: in
addition Survey D has a Speed mid Accurnev subtest. Primary CS is a
Speed awl Accuracy test for grades two and three. Two forms of the test
are available for Primary A. B. and C: three forms are available for Primary
CS and Survey D.

The scoring of all the tests is aided by scoring overlays. Tables in each
manual are provided to convert subtest and total test scores to grade
norms, standard scores, and percentiles. There are tables for beginning,
middle, and endof-the-year testing times for each grade except first.
Middle and end-of-the-year norms are available for first grade. These tables
were developed by winning the test at the beginning and end of each grade
and then interpolating to estimate middle-of-the-year norms. This pro-
cedure is far superior to the usual practice of administering a lest at only
one time during the year.

In the technical manual the authors also provide tables for interpreting
differences between subtest scores and also for evaluating differences
between scores in estimating reading growth. The comparisons of subtest
scores are based on standard scores.

The educational significance of the differences of these scores is deter-
mined by the probability that two scores would differ by a certain amount
fifteen times out of a hundred. If these subtest differences arc apt to occur
more than fifteen times out of a hundred, this information is considered to
have educational value in planning a reading program. Formulas arc also
provided for determining the significance of average subtest score differ-
ences for groups of children.

The tables for evaluating the significance of reading test gains also
utilize standard score differences, and these differences are again con-
sidered significant only when they are apt to occur more often than fifteen
times out of a hundred. The use of these tables will be very beneficial in
interpreting the test scores. The technical development of the tables
appears to be very satisfactory, and the suggestions for their use by the
test authors are excellent.

For all of the tests, the total reading score is determined by averaging
the standard scores of the subtests. This average standard score can then he
converted to a percentile or grade score. The test authors correctly point
out that, when determining averages, it is not good practice to add and
divide raw scores because they are not based on an equal-intervat scale.

The GatesMacGinitie Reading Test, Primary A for grade one and Pri-
mary B for g.ade two are quite similar. Each has two subtests, Vocabulary
and aprehension. The Vocabulary subtest has 4 8 items. The student is



to match a picture with the word it represents; four alternative responses
arc provided. Some of the items appear to be measuring visual discrimina-
tion of words. and others seem to measure the student's ability to deter-
unite the meaning of the picture. The authors suggest that the test
measures ability to recognize isolated words. The pictures arc Clear and
up-to-date. and there seems to be a minimal amount of cultural biasing in
the selection of items.

The Comprehension subtcst measures the student's ability to read and
understand whole sentences and paragraphs. The student is to match the
sentence or paragraph to one of four pictures. For some of the items, it
appears as though the student could determine the correct response from
reading only one or two words in the selection. Because of this condition,
it is probable that the test is not measuring a much different ability than
the Vocabulary subtest. The reported correlations of these subtests (.67
for Primary A and .78 for Primary B) would seem to support this
contention.

Primary C for grade three follows the same pattern as Primary A and B.
I however. the Vocabulary subtest has a total of 52 items, for 12 of these,
the student is to match the correct word with a picture, and for the
remainder of the items he is to select the best synonym for a stimulus
word, The Comprehension subtcst includes 24 paragraphs each of which is
followed by two multiple choice questions. Some of these questions ask
students for meanings of words in the paragraphs and, therefore, as might
be expected, the correlation of the subtests as reported in the technical
manual is .83.

Primary CS for uades two and three is a test of reading speed and
accuracy. There are a total of 32 items on the test. Each item includes a
short paragraph and a five-option multiple choice question or incomplete
statement. The students are given a total of seven minutes to work on the
test. Two scores, number attempted (speed) and number correct (accu-
racy), are determined for each student. According to the publisher, the
accuracy score correlates .78 with both the I/oath/dart, and Cmpre-
hension subtests for Primary C. The speed score correlates .54 and .53
with Comprehension and Vocabulary respectively. From these correlations
it appears that the accuracy score is measuring the same set of skills as the
Vocabulary and Comprehension tests are but the speed score appears to be
measuring a different variable.

Survey D for grades four, live, and six includes Vocabulary and thm-
prehension subtests and also the Speed and Accuracy subtcst, similar to
Primary CS, The Vocabulary subtest has 50 items which measure the
student's ability to choose the best synonym for a stimulus word. Each
word is presented in isolation, and the student is to choose the correct
response from five alternatives. The test is timed; however, it seems likely
that most students should be able to complete the test in the 15 minutes
allowed. The Comprehension subtest consists of 2l paragraphs in which
there are a total of 52 blanks. For each of these blanks the student is given
five alternatives to choose from in selecting the word that best fills the
blank. Students arc allowed only 25 minutes to work on this subtest. The
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Speed and curacy sullies! follows the same format :is v CS.
However, there are 36 items, and the students are given live minutes, ffic
use of a time limit for the Speed awl AceuraLly subtest is, of course.
necessary: but it does not seem to be a defensible procedure on the
Comprehension and Vocabulary subtests where the attempt is to measure
reading power. While it seems probable that scores on the I/um/nue/y and
Comprehension subtests would not vary significantly if more time were
allowed, evidence of this condition should be provided by the test
publisher.

The directions for all of the tests and the various subtests are clear and
concise. The subtests follow a logical pattern of increasing difficulty of
items. Some test authorities have suggested that it is better practice to
intersperse difficult items with easier nous, but there is contradictory
evidence as to which is the better practice. The use of differences fn
subtest scores should be interpreted cautiously: the tables provided for this
purpose in the technical manual should be utilized. The high correlations
between the Vocabulary and Comprehension subtests indicate that these
subtests arc measuring quite similar traits it also appears that the Speed
and Accuracy subtest is measuring a somewhat different trait.

Norms

The tests were normed on 40.000 pupils in 38 communities, Because of
the number of test levels and test forms it is probable that each test was
normed on about 2,500 pupils. The authors state that the communities for
the 'tanning population were selected on the basis of size, geographical
location, average educational level, and average annual income. Despite the
fact that these variables were allegedly controlled, the authors do not
describe the population. The norms can be cautiously accepted as being
representative of national performance: however, for a more precise and
meaningful interpretation it would be best to ki el/clop local norms.

Reliability

Reliability indexes were computed by both the split-half procedure and
the test-retest procedure utilizing different forms of the test. Reliabilities
are reported for each subtest at every grade level. These reliabilities are
based on testing in five separate communities, but these communities are
not further described. A more complete description of these communities
is vital in interpreting the reliabilities for one's classes. In general, the
reliabilities are high enough for one to feel fairly certain that the score a
student will receive on one form of the test on one day is likely to be the
same as the score lie receives on another form on another day. The alter-
nate form reliabilities I Lie Vocubuiary and Comprehension sub tests
range from .81 to .89, sir the Speed and Accuracy subtest only ranges
from .67 to .86, he split-hall reliabilities for Vocrandary and Compre-
hension range from .88 to .96. The split-half reliabilities for Speed and
Accuracy are not reported because of the problems of correlating alternate
halves of a stringently timed test.
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Validity
Validity evidence for the test is very limited. The test appears to have

face validity for measuring what it purports to measure:and, according to
the test authors, the items were selected on the basis of a tryout with more
than 25,000 pupils. There is, however, no descripthm of the curriculum
content which this test is supposed to be measuring. There is also no
evidence that the subtests were selected by examining the content of
reading programs. However, the authors' accepted expertise as specialists
in the area of reading behavior somewhat diminishes this criticism. As with
other tests, it is suggested that if one decides to use any of these tests with
specific students, one should carefully examine the objectives of one's
reading program and compare these to the content of the test.

Correlations between Survey D subtests and LorgeThorndike Verbal IQ
scores are reported for grades 4, 5, and 6. These correlations indicate that
for all of the subtests the similarity between the vocabulary and the verbal
IQ scores become closer at higher grade levels. In addition, it appears that
vocabulary and comprehension scores are more related to verbal IQ than
are speed and accuracy scores. These correlations lend support to the
general conclusion that there is a great deal of similarity between group
measures of verbal IQ and group measures of reading achievement. Most of
this similarity is probably due to the amount of reading that is necessary
on a group verbal IQ test,

Summary

The Gates- MacGinitie Reading Tests provide a measure of general read-
ing achievement for students from grades one through twelve. Only those
tests used in grades one to six are included in this review. In general, the
tests are well constructed, and the authors have provided a useful pro-
cedure for interpreting the differences between subtest scores. This is a
welcome trend in the development of reading tests.

The tests have been normed at both the beginning and end of each
grade, and the subtests and total test scores are quite reliable. One should
certainly examine the test's validity for measuring the objectives of a
specific program by comparing the program objectives to the test object-
ives. The development of local norms also would aid in the interpretation
of test scores. This test series appears to be one of the better instruments
available for measuring the reading achievement of students. It should be
useful for evaluating growth, screening students who are in need of more
diagnostic testing, organizing instructional groups, and cautiously diag-
nosing subskill deficiences.

Iowa Silent Reading Test

Overview

The Iowa Silent Reading Tests new edition are available in two sepa-
rate tests, one for grades one to eight and the other for grades nine to
thirteen. This review will consider only the elementary level of the test.
Many of the shortcomings of the test are due to its age. The test booklet
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was published in 1942, and the latest test manual copyright date is 1943.
There are four forms of the test available. Eight separate subtests are
included: Rate, Comprehension, Directed Reading, Word Meaning,
Paragraph thmprehension, Sentence Meaning. Location of InfOrmathol
Alphabetizing, and Location of InfOrmation Use of Index,

Hand scoring of the test is somewhat difficult because the test booklet
must be turned upside down in order to score some of the subtests an
unnecessary complication for pupils taking the test. Because ol the hand
scoring difficulty, it is suggested that if one uses this test, one should
utilize the machine-scored answer sheets which are available from the
publisher.

Raw scores must be converted to standard scores before being con-
verted to percentiles, grade equivalents, and age equivalents. The total
standard score is determined by computing the median standard score fur
all the subtests. A profile is printed on the front of the test booklet for
comparing subtest standard scores. It is recommended that one does not
use this profile for diagnosing of students' reading abilities for two
reasons: l) the norming population is quite inadequately described and
one would be comparing one's students to some unknown group; and 2)
the reliabilities of several of the sub tests are quite low. For example, the
reported split-half reliability of the comprehension subtest is .68 for grade
six students.

The Rate subtest has two serious weaknesses, First, the students are not
given any purpose for reading the material; they are told only to read
carefully so they can answer questions about the story. The writer's belief
concerning reading-rate tests is that the test should measure how rapidly a
student can accomplish a specific purpose. Secondly, the directions state
that the student may not look back at the selection to answer the
questions, a stipulation meaning that the test is very heavily loaded with
an immediate memory ability.

The Directed Reading subtest appears to be an attempt to measure the
student's skimming ability. However, the use of format and typographical
aids in the selection would greatly increase the value of the test. The Word
Meaning and Paragraph comprehension subtests follow the traditional
pattern of utilizing words in isolation and multiple choice questions
following a selection. Use of these subtests should be based on an analysis
of a reading program and the content of these subtests.

The Sentence Meaning sub test appears to be measuring knowledge
other than reading ability. For example, one statement asks, "Do most
children attend the public school in the summer time?"

The Alphabetizing and Use of Index subtests are designed to measure
reading-study skills. It does seem that if the measure of reading-study skills
was desired, the authors should have included measures of other skills such
as use of the Library and using parts of a book.

Norms

Norms for the test were gathered in the spring of 1942 and are based on
9,000 pupils in ", 19 communities in 13 states widely distributed
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geographically." Due to the very limited description of the norining popu-
lation and also because the test was normed over 25 years ago, there is
absolutely no'validity for these norms and one should not use them under
any circumstances. The test could be used for comparing student growth if
one were to develop local norms.

Reliability
As indicated previously, the reported split-half relizibilities for most of

the subtests are too low to be sure that a student's score will not vary
considerably from day to day. The total reading score, which-is the median
standard score for all the subtests, is more reliable. However, because the
reliabilities are based on a poorly defined norming population, an evalua-
tion of the reliability of the test is very difficult.

Validity
The test has been defined by the authors as a reading-study skills test,

and the make =up of the subtests appears to have face validity. The develop,
mein of tile outline of skills for the test was based on a textbook,Measure-
molt and hpaluatioii in the Elementary School, which one of the authors
of the test coauthored. The only other validity evidence for the test is the
report of a small study which indicates that most of the subtests are only
minimally related to one another. This factor would aid in the diagnostic
use of the subtests if I) the subtests were more reliable and 2) the popula-
tion for the tryout consisted of a better described Sample at more than one
grade level.

Summary

The Iowa Silent Reading TestElementary Edition will be of only very
limited value for use with one's classes. The skills measured by the test
appear to cover a broader range of skills than most elementary reading
tests. 13ut, the inadequacies of the norms, the antiquity of some of the
items, the lack of validity evidence, and the limited reliability of some of
the subtests should cause one to reject it.

Metropolitan Achievement TestsReading

Overview
The reading tests of the Metropolitan Achievement Series are part of a

larger battery of tests which span the last half of first through the ninth
grades. This review will cover the reading tests of the first through sixth
grades.

The series dates back to 1932 and has been revised several times, the
most recent being the 1959 edition which is the one used in this review.
There are four levels of tests covered in this report: Primary I to be used in
the latter half of grade one or beginning grade two, Primary 11 for use in
grade two, Elementary for use in grades three and four, and Intermediate
for use in grades five and six. An advanced form (for grades 7-9) is avail-
able also but is not reviewed here.
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Thete are three ms available for Primary I and II and four forms for
the other levels. However, neither the "Manual for Interpreting- nor the
"Directions for Administering" present data to indicate form compara-
bility. A separate summary is available from the publishers reporting
correlations between forms A and fi from a single school district. These
intercorrelations are high for all levels of the reading tests. The manual
does not make it clear whether the other data presentedfor example, the
split-half reliabilitiesare for all forms of the test or for just one. It is,
therefore, suggested that forms A and B appear to be comparable. They
may be used with confidence mil such time as other data are reported.

Grade placement, percentiles, and stanines are provided fur all levels,
and instructions on how to compute local stanines are given in the Manual
for Interpreting. The Directions for Administering are short and easy to
read, but they do not give sufficient information for evaluating the tests.
Both documents are needed to evaluate the tests.

For each level there is more than one test. Primary I and 11 and El e-
Merl tary contain Word Knowledge, Word Diserhnthation and Reading
Tests subtests, while Intermediate contains Word Knmvledge and Reading
Test subtests. The Primary I battery is divided into a 35 -item Word
Know/edge test which takes IS minutes, a 35-item Word Discrimination
lest which takes I2 minutes, and a 45-item Reading Test which takes 35

The directions are clearly written and easy to follow. A watch or cluck
with a second hand should be available for the timed sections; The test is
designed to measure orally presented words, student sight vocabulary, and
the student's ability to comprehend sentences and paragraphs. The titles
seem descriptive of what is required. Reading Om:prehension refers to a
limited number of skills, and one should examine the test as the test
manufacturer suggests, to determine whether the skills taught in one's
program are being measured.

One sample item is given for each test. Pupils who have limited test
experience may have difficulty following directions with only one
example. However, the reliabilities seem sufficiently high to indicate this
problem may not occur.

The pictures are clear, and one-line drawings arc such that they should
tropnize the student's becoming confused by too complex pictures. The
content appears to be current and not to favor a special population. One
study provided by the test publisher did indicate, however, quite low
test - retest reliabilities (.67) on forms A and B from June to September for
Negro boys on the Reading Test. These data may be influenced by the
sIlMiller lapse. However, interpretation of results with this group should be
dune with care,

--

The publishers point out that the norming was done with groups of
pupils of average and slightly above average mental abilities. This fact
should be taken into account in interpreting student scores.

The Primary II Reading tests contain a 37-item Word Knowledge Test
which takes 18 minutes, a 35-item Word Discrimination test which takes
12 minutes, and a 51-item Reading Test which takes 35 minutes.
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The Word Knowledge subtest is divided into two sections: the first asks
the child to select the correct word to match a picture; the second requires
the child to complete a sentence with four alternatives. The example ques-
tion is for the first section, and no example is given for the second section.
This omission may cause some confusion among young children taking the
test. The directions appear to be easy to follow; the line drawings are clear
and current, and the items are spaced well on the page.

The Word Discrimination subtest attempts to measure auditory and
visual discrimination ability. The teacher pronounces one word, and the.
examinee is directed to find the graphic representation of that word
among the four alternatives provided. To make sure the examinee does not
misinterpret the stimulus word, the examiner presents the stimulus word
in oral context. The stimulus words and alternatives were chosen carefully.
Words containing a variety of consonants, vowels, blends, and digraphs are
represented. Format, appearance, type size, directions, and time allotment
arc adequate for the population intended.

The third subtest, Reading, is divided into two parts sentence reading
and story reading, There are 13 items in sentence reading, with each item
containing a line drawing and three sentences. The examinee demonstrates
his understanding by choosing the sentence that best describes the line
drawing. The line drawings are the same size as those used in the Word
Knowledge test. The validity of the sentence reading section of the Read-
ing subtest must be questioned until evidence is offered as to what this test
is measuring. All tests must select from the range of skills involved in being
able to read; the writer does not expect a general reading test to measure
everything. He does ask, however, that evidence be offered to support the
contentions that the publishers make about their tests. The story reading
section of the subtest contains 10 passages; each is followed by a number
of multiple choice questions. The manufacturer states that the questions
test main ideas, details, inferences, and specific word meanings. No ques-
tions were asked on skills relating to organizational ability. In the
children's score box for the test, the Reading test is divided into scores for
Sentences, Stories and Total. No evidence exists to support converting
these section scores into grade equivalent, percentile, or stanine scores.
Only the total Reading scores should be used, and it is suggested that the
manufacturer remove these columns from the score box.

The Metropolitan Achievement Test, Elementary Reading Test, con-
tains two subtests: Word Knowledge and Reading. The first subtest title is
descriptive of what specifically is being measured, but the second is too
broad to serve much usefulness as a subtest title. Word Knowledge consists
of SO items, each of which is composed of ti single vocabulary word placed
in partial context and followed by five words, one of which correctly
completes the context.

The vocabulary Words being tested appear to be carefully selected and
representative of third and fourth grade children's vocabularies. Each of
the four alternatives appears to have been carefully. chosen and matched
within each item. The subtest progresses from relatively easy words to
more difficult words. The directions and format are easy , to follow and



should not be confusing to either examiner or examinee. The time limit of
15 minutes for the 50 items in the subtest appears to be realistic in terms
of third and fourth grade children's reading ability and speed.

The Reading subtest consists of nine passages, each of which is followed
by a number of multiple choice questions. The questions appear to be
measuring main ideas, details, inferences, and specific word meanings. No
questions were asked on skills relating to organizational ability, Because
the subtest title Reading is so broad, it is difficult for the reader to
determine what should be included in this subtest in order to adequately
appraise the validity of the subtest. The time limit of 22 minutes for
reading the nine passages and answering the 44 related questions appears
to be adequate in terms of the reading speed of third and fourth grade
children.

Readability of passages and questions seems appropriately controlled,
The nine passages are logically arranged from easy to difficult. The ques-
tions are clear and concise; however, those questions testing independent
word meaning could be improved. The examinee is asked to select an
appropriate definition for a word used in the context of the story, but the
word in the story is not highlighted to facilitate locating the word by the
examinee. Since the word is not highlighted, the examinee must use
precious time in skimming through the passage to find the word. Thp
directions and format are easy to follow and should riot be confusing to
either examiner or examinee. The content of the items is not dated, nor
does it appear to favor specialized backgq-ounds of experiences. Both sub-
tests appear to be long enough to provide the examiner with usable results.

The Metropolitan Intermediate Reading Test has two subtests, Word
Knowledge and Reading. Only the title of the first subtest is adequately
descriptive. The Word Knowledge Test contains 55 items. Each item is
designed to test the knowledge of a word judged to occur frequently in
children's reading material. Each word selected for the test is presented in
a minimal context. The item is completed by the examinee by selecting a
single word from five alternatives. Alternatives in each item-are carefully
riiatched.

All items seem well chosen with reasonable alternatives. Fourteen
minutes are recommended for completion of the 55 -item test. This time
limit requires the completion of about four items per minute or reading at
approximately 56 words and symbols per minute. Neither of these seems
unrealistic for fifth or sixth grade children.

The second subtest, Reading, consists of seven passages each of which
has been carefully graded by controlling vocabulary, sentence length, sen
tence structure, and overall length of passages. Each passage is followed by
a series of multiple choice questions: The analysis of the questions made
by the reviewer indicated that the questions attempted to get at main
ideas; details, inferences, and individual word meanings almost exclusively,
The most noticeable of the missing questions were those attempting to get
at organizational ability. Twenty-five minutes' time is recommended for
the completion of the seven passages and 44 related questions. Approx.
imately 2,000 words and symbols must be read during the 25 minutes, a



task which requires a reading speed of approximately '80 words per
minute. This speed should not be too demanding of fifth or sixth grade
students. Both subtests are arranged in a simple-to-difficult order, and
both appear long enough to provide reasonable results. The length of the
two subtests in the Metropolitan Intermediate Reading Test is at least
commensurate with similar subtests found in other reading tests.

The directions for administering and scoring the Metropolitan Inter-
mediate Reading Test arc concise and complete. The clarity and language
level are appropriate for the grade levels intended. The use of color for
underlining key vocabulary words in the Word Knowledge subtest, item
numbers, and diieractor numbers further facilitate understanding and ease
of administration. The format, print size, legibility, and currentness of,the
item content are adequate for the grade levels intended. Readability seems
to have been carefully controlled throughout the test. Some of the answers
to the multiple choice questions appearing in the test booklet are too
crowded for efficient use of the hand scoring key provided. The hand
scoring key consists of pieces of cardboard with holes punched where the
correct answer is to appear when the answer key is overlaid upon the test
booklet. More than one answer could be seen through the holes with the
copy the writer possessed. This condition is likely to add to the confusion
of using such a scoring device and may even result in an occasional error if
the examiner is not exceedingly cautious in his scoring. The hand - scoring
procedure is not recommended by the reviewer. An additional set of
directions is provided in the manual of directions for use with separate
Answer sheets.

Norms
The forming population for the Upper Primary, Elementary, and Inter-

mediate Reading Tests consisted of a random sample of 25 percent of the
500,000 students from 225 school systems in 49 states administering the
entire Metropolitan Achievement Test in October 1958. The sample was
controlled for age to insure normal grade placement of those in the
sample. As mentioned previously, the authors indicate that the norms are
slightly higher than would be expected with an unselected group. The
procedures used by the authors adhere to the rules and constraints of
forming. The norms do not include contributions by repeat students and
thus will present norms that may be unrealistic for some schools. Sex and
socioeconomic data are not available, but further information regarding
the geographical distribution of participating schools is available upon
request from the publisher, Such data should be obtained by teachers prior
to purchasing tests so that test data will be of maximum use.

Validity was established by identifying the reading skills and the levels
at which they were tested from reviewing the related research and from
examining reading programs. The tests were then constructed to measure
the reading skills at various reading levels. No bibliography of the research
reviewed is provided, and the combined term "reading programs" is
undefined. The description of validity is discussed under "curricular con-
siderations." and is only one paragraph in length. Besides being inadequate



in length and content, the description is vague and raises more questions
than it answers.

Additional information on validity is found in the Manual for Inter-
preting." The discussion is a complete description of the general nature of
the problems of establishing validity but is an incomplete description of
the actual validity of the reading tests in the series. An analysis of eleven
basal reading series was used from the New York City Board of Education
vocabulary study. A careful control was made in placing words at the
median level as found in the basal readers. The authors state that "exten-
sive experimentation showed" that. the sentences as chosen would not
invalidate the test results. What the nature of "extensive experimentation-
was is difficult to determine.

Major criticism of the "Manual for Interpreting" and the "Directions
for Administering is that they are incomplete in what they offer. Most
information about the test characteristics are included in summary para-
graphs for all grade levels in the battery. The test authors make statements
about what they believe the test to be but do not make explicit the source
of their data other than in general terms. They do rightfully caution not to
try to combine scores or to usa individual items to interpret a pupil's
progress. However, it would take a teacher several hours of reading a great
deal of material to find the information he needs to critically evaluate the
test and to note the necessary cautions in interpreting the test scores. It
should be noted, however, that the material provided by the publishers
contains a great deal of analysis and work, consequently making the test a
very useful one to measure general reading achievement.

Reliability
Reliability was determined by the split-half technique. Four indepen-

dent estimates of reliability were made for each test, and the ranges and
medians of the four are reported below: Each estimate was chosen to
typify a different performance level on the test. One hundred subjects at
grade level 3.1 for the Upper Primary Reading Test, grade level 4.1 for the
Elementary Reading Test, and grade level 6.1 for the Intermediate Reading
Test were randomly selected from each of four school systems to partici-
pate in the reliability studies. A total of 400 students participated in the
reliability studies for each test. All the reliabilities are high and quite
satisfactory for all levels of the test, being .90 or above. No correlations of
the Metropolitan series and other reading tests are presented in either of
the two documents.

It appears that the validity the reading tests is based on readability
analysis using the Large and Fleich formula and the reliability data Other
data to support the test author's claims are desired. It should be noted that
extensive support is presented for the Spelling test. Similar support is
desired for the Reading subtests.

Standard score stanine, percentile ranks, and grade equivalent tables are
available for score interpretation, The manual of directions provides an
outstanding discussion of the merits and limitations of each in an attempt=

indicate how the test scores may be used to improve the services of the



school to the child. The section "Use of Results" provides a number of
purposes for which the obtained data might prove beneficial to classroom
teachers, principals, administrators, and supervisors.

Summary
The Metropolitan Test Battery includes a range of levels of reading tests

which should be very useful to measure general reading achievement. All
the tests appear to be very reliable. The Word Knowledge and Discrimi-
nation Vocabulary have been carefully controlled and appear to be
measures of the content as taught in most basal readers. Validity is not
supported by data to insure that the topics presented are actually
measured on the Reading subtests. A careful analysis must be made by the
teacher to insure that these tests match the program as taught in individual
classroomsa procedure suggested for any achievement test, particularly
when data are not available. The tests are attractive, current, and both easy
to administer and score. Percentiles, stanines, and grade equivalent scores
are available as well as are suggestions on how to use the test results to
improve a classroom program.

Stanford Achievement Tests-Reading

Overview

The Stanford Achievement TestsReading are part of an achievement
series designed to measure the major academic areas of the elementary and
junior high curriculum. The present tests, which were published in 1964,
represent the fifth revision. This review will consider only the reading
subtcsts of the four batteries used at various grade levels in the elementary
grades.

The four batteries are Primary 1, used with students from the middle of
first grade to the middle of second grade; Primary II, used with students
from the middle ;if grade two to the end of grade three; Intermediate I,
used with students from the beginning of grade four to the middle of grade
five; and Intermediate II, used with students from the middle of grade five
to the end of grade six. Each of these tests includes subtcsts for measuring
word reading and paragraph meaning. In addition, Primary I and II and
Intermediate I have a Word Study Skills subtest. Three forms (W,X,Y) are
available for the Primary tests and four forms (W,X,Y,Z) are available for
the Intermediate tests,

The directions for administering the tests are .clear and concise and,
consequently, should simplify one's administration of the tests and help to
insure the test had been normed at the three different periods in the
school year represented by the tables.

Each of the subtests is a timed test. The publisher suggests that the time
limits are generous and calcuiated to give practically all pupils suffi.
dent time to attempt all questions whicii the pupils are capable of answer-
ing correctly." There is no evidence given to support this statement; one
may find that some of the slower readers at every grade level are unable to
complete the tests. For example, on the Word Meaning subtest of
42



Intermediate II, the student is to read an incomplete sentence and select
from four alternatives the correct word to complete the sentence. There
are 48 of these items to be completed in 12 minutesan average of 15
seconds per item. For the Paragraph Meaning subtest of the same test, the
student is to read a total of 24 selections ranging in length front one
sentence of only ten words to multiple-sentence paragraphs of up to 75
words. There are a total of 64 multiple choice items for these paragraphs.
The total testing is 30 minutes; this time allows for an average time of
slightly less than one minute for reading each selection and answering' from
one to five multiple choice questions.

Primary I includes three reading subtests. The Word Reading subtest
measures the student's ability to match a picture with one of four words.
Generally, the pictures do not seem to be overly biased toward a middle
class population, and they are clear and easy to interpret. The Paragraph
Meaning subtest contains 33 paragraphs with a total of 38 blanks in the
paragraphs. The pupil is to supply the correct word for each blank from
four alternatives. Several of the items call for the understanding of a single
word. For this reason there is probably a geat deal of similarity between
this subtest and the Word Meaning subtest. Supporting this point is the
fact that the correlation of the two subtests for first grade children is .72.
Because of this high similarity, the two subtests should never be used as
measures of distinct reading skills but should only be used as indications of
general reading ability.

There are four separate parts in the Word Study Skills subtest. All of
the tests measure the pupil's ability to match-written symbols with spoken
sounds. The test utilizes matching beginning sound of words and letters,
matching ending sounds of words and letters, matching a spoken word
with a written rhyming word, and matching a spoken word with its written
form. The test correlates .73 and .67 with Word Reading and Paragraph
Meaning respectively. Again, one is strongly cautioned against any attempt
to utilize this score diagnostically.

For Primary II, the correlations between the Word Reading and Para-
graph Meaning subtests are even higher than for Primary I. For both
second and third graders the correlations are .83. Again, one is strongly
cautioned against using these subtests as diagnostic measures of distinct
reading skills. In fact, the test publisher should not even provide separate
scores for the subtests but instead should combine them into a sin
reading score.

The Word Meaning subtest of Primary II measures the papil's ability to
pick from four alternatives the final word of an incomplete sentence.
Some of the items seem to be measuring other skills than word meaning.
One item tests the student's knowledge of number of items in a dozen;
another item is based on whether the student knows the name of a specific
country. The Paragraph Meaning subtest utilizes the same procedure as the
Primary I test. The pupil is to supply the missing word in a paragraph.
Four alternatives are supplied for each blank.

The Word Study Skills subtest is divided into three parts: the first two
parts include auditory disCrimination tests for beginning and ending
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sounds and the third part measures the pupil's ability to match the under-
lined part of a word to a word that has the same sound; for this third part,
no words are pronounced for the pupil. The correlations of this subtest
with Word Meaning and Paragraph Meaning are .69 and .73 at grades two
and three.

The Intermediate I subtests follow the same form as Primary II; Inter-
mediate II is also the same, but it does not include a word study subtest.
As one might expect, there are extremely high correlations between the
Word Meaning and Paragraph Meaning subtests. For Intermediate I at
grade 4, the correlation is .82; for Intermediate II at grades 5 and 6, the
correlations are .83. Again, one must not attempt to use these separate
subtests for any diagnostic purposes. The Word Study Skills Test for Inter-
mediate I also correlates very highly with Word Meaning (.71) and Para-
graph Meaning (.73) at grade four. Several of the items on the Word
Meaning subtest of both Intermediate I and Intermediate II seem to be
measuring knowledges other than word meanings.

Norms

The norming population for the Stanford Achievement Test is a care-
fully selected stratified sample from the total student population in the
United States. The publisher will provide, upon request, a booklet entitled
Stanford Achievement Test: A Supplementary Report on the Norm
Group. This booklet describes in detail the relevant data regarding the
norm group. If one uses the norm tables in the test manual, one will
probably want to utilize these descriptions to see how a specific group
compares to national population on such items as economic character-
istics, regional characteristics, and size and location of community. As
suggested with other tests, it would be very useful= to also develop local
norms. However, the norms provided by the test publisher are as repre-
sentative of actual national student performance as those of any other
published test ava;'.able.

Form X was however, the only form of the test standardized by the
publisher. Other forms of the test were equated to this form in a study
with seven school systems. Because of the lack of information regarding
the correlation of these forms, there is not the same assurance that the
norms for the other forms of the test are as representative of national
achievement as Form X. For this reason, if only one form of the test is
needed, use Form X.

Reliability
The reported reliability coefficients for the reading subtests indicate

that one can be fairly certain that the score a student receives on one day
will be quite similar to the score he receives on another day. These relia-
billties were based only on .Form X of the test and are all determined by
the split-half procedure. The publisher should have reported the correla-
tions of Form X with the other forms of the test. This information was
probably available for the study in which the publisher equated the forms,
but it was not reported in the technical manual. The effect of timing a test
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can artificially increase the reliabilities., As most of the Stanford subtests
are timed tests, the publisher should have conducted a study to determine
if timing the subtests did indeed affect the rellabilities. This information
was reported for the 1953 edition, but it is not reported for the 1964
edition. in general, one can be surer of the reliabili;v of Form X than of
the other forms of the test: students' performance during the tests should
be carefully observed to see if there is ample time to complete the tests.

Validity
_ The best procedure for determining if the Stanford Reading Tests are

valid measures of reading for specific purposes is to compare the content
and format of the tests to the instructional program. A description of the
procedures followed in developing the content outline for the test is
described in the technical manual and should be carefully studied_ The
careful tryout and review of items by a variety of reading specialists,
classroom teachers, and test developers have probably aided in the
improvement of the test content. It is strongly recommended, however;
that the subtests not be used for diagnostic purposes. The publishers have
not developed the reading subtests for these purposes, and no diagnostic
validity evidence for the subtests is presented. In fact, the intercorrelations
of subtests indicate that the reading subtests all seem to be measuring the
same general reading ability.

The correlations of the reading subtests with the Otis.Quick-Scoring
Mental Ability Test indicate that the Otis test and the reading tests are
measuring quite different abilities at the lower grade levels, but at the
upper grade levels the measured abilities appear to be more similar. This
result is in keeping with studies of other tests ;that indicate that after a
student has mastered the basic skills of reading, measures of intelligence
and reading are quite similar. The correlations at all grades are low enough
to make valid use of both an intelligence test and the Stanford reading
tests for determining need for reading improvement based on the dis-
crepancies between reading ability and mental ability.

Summary
The Stanford Achievement Tests-Reading are carefully constructed

tests for measuring general reading ability: The test norms represent an
outstanding effort to develop truly representative national norms: One
should find these tests quite useful in comparing one's students to national
achievement levels. The subtests should not be used diagnostically.

The lack of complete data regarding the comparability of all forms
leads the writer to recommend the use of Form X whenever only one form
of the test is needed. This statement does not mean that one should not
use the other forms, but the reliability and norming data for these forms
arc not so complete:

This test series is one of the better tests on the market and is found to
be quite useful for measuring the general reading achievement of students.



Appendix

THE sets of charts on the following pages have been prepared as a
summary of the critical points discussed more fully in the text.

The first set presents a general description of the reading readiness and
the reading achievement tests. This summary includes the grade levels for
which the test is intended, subtest names, and the appropriate time it takes
to administer the instrument as well as the name of the test author and
manufacturer.

The second set of charts is a summary evaluation of the technical
evaluation of the tests as described from the technical manuals and reports
provided by the publisher. A quick perusal will reveal that each test has
some strengths and some alarming weaknesses. It cannot be emphasized
enough that a commercial test should be carefully evaluated. Many are
attractive and time saving. Most of the tests claim to measure specific
reading skills. However, sufficient evidence to support the assertion that
the subtests measure the skills that are inferred from the title is almost
completely missing in all of the tests reviewed. Only the total test score
and subtest scores (one or more scales) seem to be reliable enough to be
used with children. Even here some tests are lacking in evidence to support
their claims.

All of the reading tests reviewed in this book measure global reading or
readiness skills. In spite of the titles, the tests are of little diagnostic value.
The so-called diagnostic charts-included in many of the test manuals can
be misleading if used.

The major weakness of the commercial tests is also their major strength.
As a global measure of reading behavior they are excellent in that they give
a reliable and valid estimate of the achievement range of children in a class
in comparison to a larger. group. The norms for most of these tests
generally are representative of national achievement; the more recent tests
are greatly improved in this regard. The standardization of procedures in
administering the tests are near perfect in terms of clarity of the directions
provided: in addition, advanced technical techniques are being applied to
most tests.

Teachers, the writer predicts, will desire more sophisticated measures as

their knowledge of how a test should be used increases. Hopefully, grade
level scores, short unreliable scales,. and meaningless diagnostic outlines
will be removed rroin the tests through the joint efforts of the teacher and
test manufacturer.
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